Partners for Mathematics Learning

Leaders’ Notes

Slide

Grades 3-5

Module 6

Activity

Notes/Materials

(Slide 1) Title Slide
Module 6. Grades 3-5. Collaboration Around Assessment

(Slide 2) Overview of Modules
This final module is part review and part new content. It will pull together ideas from all 5
previous modules and focus on collaboration around assessment.
Tell participants that they will have a chance to share their “homework” from module 5
later in this module.
(Slide 3) Formative Assessment: Key Strategies
Point participants to the NCTM Assessment Research Brief, “Five ‘Key Strategies’ for
Effective Formative Assessment.” The first paragraph gives these three processes proposed
by Wiliam and Thompson as central to creating a comprehensive framework for formative
assessment.* These processes should remind participants of the questions we have seen
throughout the modules: Where am I going? Where am I now? How do I get there?
Wiliam and Thompson proposed five “key strategies” for building such a framework,
considering the roles of teachers and students, much as we have done. As a review of the
previous 5 modules, we will read this brief in jigsaw fashion at tables.
Go to the next slide.
*Wiliam and Thompson. “Integrating Assessment with Instruction: What Will It Take to
Make It Work?” In The Future of Assessment: Shaping Teaching and learning, edited by C.
A. Dwyer. Mahwah, NJ: Lawrence Erlbaum Associates, 2007.

Partners for Mathematics Learning

Page 1 of 16

Grades 3-5 Module 6

Partners for Mathematics Learning

Leaders’ Notes

Grades 3-5

Module 6

(Slide 4) Formative Assessment: Key Strategies
In a jigsaw reading, each member of a group is given a section of the article to read and is
then responsible for sharing that part of the article with the rest of the group. For this
jigsaw, if there are 4 at a table, ask everyone to read strategy 1 and then have each of the
four take one of the strategies 2-5. Everyone should read the conclusion. If there are 5 at a
table, each person can take one of the strategies. If there are 6, either move people around,
or have two people read strategy 1, which is a little longer than the others.
Allow enough time for participants to read, digest, and share the sections of the article.
Then as a whole group have them share the ideas that stood out to them as ones we had
discussed during previous modules and any new ideas they found.
(Slide 5) Grading – Things to Consider
We’ve talked briefly about grades before, but not at any depth. These next few slides will
deal with this “sticky” issue. Ask participants to recall the research mentioned in module 3
(inferences and feedback) which tells us that if you put a grade on the paper, students will
ignore the feedback – so it is very important that some papers get feedback but no grades,
so that students can “hear” what we are saying about how their work is well done or how
they can improve. At times teachers should go through the papers to see how students did,
but make comments instead of putting a score.
Ask participants to brainstorm other ways of balancing formative feedback with grading.
We (Partners writers and leaders) recognize the requirement of teachers to have grades for
their students, however we all as teachers must acknowledge that a grade is usually the least
informative type of feedback we can provide a student. If the time spent on grading is
reduced, more time is freed up to spend on meaningful, formative assessments and helpful
feedback.
Some suggestions might include
-Grade all tests
-Choose two weekly tasks (class work or homework) to be graded
-Grade one class work, one homework, and one quiz/test each week
There is no one right way of balancing the need for formative assessments with the
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requirement of grades. The best advice is for teachers to be thoughtful in their planning and
to be willing to try a modified grading plan and then to change that plan as needed.
(Slide 6) Grades – What Do You Think?
Tell participants to pretend that Tyrell is their student and the grades are from their grade
book (so they use whatever system they normally would to determine the grade for the
quarter). Allow participants time to determine their own grade and share with their
neighbors. Were the grades different? Why or why not?
Ask a few to share the grade they derived along with their reasoning – there is no right or
wrong way of doing this. It is important to note that given the same set of numbers, it is
reasonable to expect different teachers to calculate overall grades in different ways – some
drop a low grade, and/or different weights of the different categories (test, homework, class
work) may be chosen. Districts may require certain grading techniques. Do not get into a
long discussion of such requirements.
(Slide 7) What Does Your Grade Mean?
The first questions are posed to make the point that ultimately grades do not show what a
student knows, yet this is the type of feedback that we most often give students, parents,
and others, and is the type of feedback both students and parents expect from us as teachers.
(Note: grades inform neither the teacher nor the student with any details about what is
present or lacking in the student’s understanding.) Ask participants to respond to and
discuss these questions at their tables. Ask for a few folks to share their table’s responses.
Ask for responses to the third question: Grades are summative, though teachers can offer
opportunities for students to “replace” or improve grades. However, simply retaking a test
or redoing an assignment without some attention to what was correct and what needed
improvement is unlikely to move students’ learning forward. Refer to the error analysis by
students from Module 4, one way to use a summative assessment to help students focus on
what they do and do not understand so that they can make improvements. Without such an
opportunity, the focus becomes the grade rather than the learning. Refer back to the
research in Module 3 about how grades alone do not seem to help students improve and
make progress toward learning goals.
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Caution: You could spend the remainder of the module discussing grading… don’t let that
happen! Our purpose here is to note that descriptive feedback is more important to student
learning than grades. If participants have lots of other ideas for finding the time for both
grading and feedback, post chart paper for them to write on during a break.
(Slide 8) Rethinking Grading
Student work - both classwork and homework – contains a great deal of information and
can be used in different ways. Small changes that move classrooms from always grading
papers to using them in the other ways listed on the slide have the potential for big impacts.
The key is finding a balance in how student work is used.
(Slide 9) Grading – Things to Consider
These points sum up our ideas, based on research, about grading. Make the point (from
bullet 2) that a minimum of one feedback opportunity per week is just a starting place – a
place for a teacher used to grading everything to try giving feedback without a grade, and a
point from which we hope he/she would grow until students are getting enough feedback to
begin to understand their own strengths and weaknesses and to learn how to improve, even
within the context of the requirement within districts and schools to have grades. See the
next slide for the goal.
(Slide 10) Formative Information for Teachers
Looking at student work for the purpose of understanding what the student knows and can
do (or does not know and cannot do) takes practice. Sometimes knowing what to look for is
difficult. The more we examine student work and see the kinds of strategies they use, the
kinds of mistakes they make and the kinds of misconceptions that emerge, the better able
we become to evaluate student work for the purpose of understanding our students’
thinking.
By focusing on the learning targets and on the explanations we give students of what
constitutes mastery and/or quality work, we are better able to separate out critical
mathematics errors and those that are more easily addressed.
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(Slide 11) Teaching-Learning Cycle
Briefly look at the Teaching-Learning Cycle again. Participants may note how the graphic
mirrors much of the NCTM assessment research brief’s key points. This graphic shows
how collaboration around assessment, a focus of this module, is a part of the cycle
throughout. Remind participants that this cycle reflects formative assessment as well as
teaching and learning because these components of teaching and learning are the aspects of
formative assessment that inform our instruction. We will look back at the components of
the cycle and consider along the way how collaborations with colleagues can help us make
better decisions at each step.
Briefly review the contents of earlier modules. Ask participants to summarize if you
choose. Since you have had the discussion related to the NCTM brief, do not belabor these
points here.
Module 1: identifying clear learning targets
Module 2: the importance of good tasks and questions to probe students thinking and guide
planning,
Module 3: the need for examining student work to learn about student thinking,
conversations to identify misconceptions, and providing feedback that points students in
productive directions.
Module 4: the importance of students being active participants in their own learning.
Module 5: making decisions about next steps based on what we learn about students
thinking and understanding
(Slide 12) Effective Classroom Environments
Direct participants to the chart in the handout related to the video. By table, give them two
or three of the “big ideas” to look for in particular. Tell them to make notes on the handout.
After the video they will share at tables the importance of the characteristics related to
formative assessment.
Show the video; then move to the next slide to discuss the ideas in the video.
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(Slide 13) Effective Classroom Environments
Have participants talk in table groups about the characteristics of effective classroom
environments discussed in the video.
Before asking each table to share briefly with the whole group, ask how formative
assessment was defined in the video – interactions between teachers and students on a dayto-day basis that helps teachers understand what students know and which leads to more
focused lessons within an environment that encourages student responsibility – a process
that includes many different strategies.
After tables have reported, spend a couple of minutes as a whole group discussing the
second bullet. Refer back to the NCTM brief whose conclusion acknowledged that the
change in focus required by an effective use of formative assessment is one which requires
the support of colleagues. What support from colleagues and others do you have? What
other support do you need? This conversation leads to the next slide.
(Slide 14) What are Teacher Collaborations?
This part of this module addresses what might be called the formative nature of the practice
of teaching, within collaborative settings. In this module such settings will be called
Teacher Collaborations. Ask a participant to read the slide.
Just as students need time to explore, practice, refine, and apply new ideas, so do teachers
with the ideas within both content and pedagogy. Just as doctors and scientists collaborate
on projects, teachers should be given time to plan and work together on issues of teaching
and learning.
Formal teacher collaborations are facilitated (location and time) by school and district
leadership, that also participate in the meeting. However, more informal collaborations can
be planned by teacher partners or teams at any time, and can be time well spent by teachers
who have issues, plans, and questions to share. Students, as well as teachers, will benefit
when grade level partners or teams or other teacher groups meet to discuss how to improve
their instruction and student learning. (Note: we are talking about student learning, not
student achievement, although student learning should translate into student achievement.
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The reverse is not always the case.)
(Slide 15) How Should Teachers Collaborate?
This slide is about how to collaborate. Ask a participant to read the slide. Note that, just as
students need to feel safe enough in the classroom to share their thinking and learn from
their mistakes, so do teachers also need to feel safe and supported as they seek to grow and
learn.
Ask for other suggestions that might be added to this list.
(Slide 16) Utilizing Colleagues’ Ideas
This list gives some areas of sharing and study that teachers can do together.
• Develop plans for instruction towards a learning target or targets
• Share results of implementations of lessons following those plans
• Examine student work together and evaluate with multiple “eyes” on the work.
What one teacher might miss in a student’s thinking, another might see. A
misconception missed or not understood by one teacher might be caught by another.
• Discussions of next steps for instruction and for ways to improve the lessons in
future use
Each of these ways that teachers can work collaboratively have great potential for
increasing student learning, understanding, and therefore, achievement.
(Slide 17) Utilizing Colleagues’ Ideas
This slide outlines what will happen in the next slides.
It is a process for teacher collaboration around examining student work and deciding next
steps.
Go through the points fairly quickly. The next slides will “act it out.”
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(Slide 18) Fraction Task
Tell participants that this activity follows three days of lessons in which the children have
divided a regular geoboard into halves, fourths, and eighths in many different ways. This
activity was designed to help the teacher know if the understanding students had gained
during those lessons would transfer to a different geoboard-like shape, and represents an
example of a higher cognitive demand task (a reference back to Module 2) because the
students’ experience had been with dividing squares or rectangles into fractional parts
rather than irregular shapes like these.
Have participants divide the shapes in the handout, page 2, into the fractional parts given –
so that they understand the task the students were given to do. Ask them to think about and
list in their notes: 1) the mathematics involved in the task – what concepts they must know
to be successful, and 2) the kinds of mistakes they anticipate that students will make.
In thinking about the mathematics concepts involved, remind participants that this is really
thinking about what the learning targets for the activity are. After they have had time to do
the task and respond in their notes, ask for their ideas about the possible learning targets
that led the teacher to choose this task.
Possible responses to these questions:
1) Math involved: meaning of fractional parts, equipartitioning (dividing a region or set
into parts of the same size), concept of area and square units, equal parts must be the
same size but not necessarily the same shape
2) Possible mistakes: dividing the region into parts that are not equal (not
equipartitioning); dividing the region, for example, into thirds by making groups of three
rather than three groups; dividing the region into the wrong number of parts, (among
others)
3) Learning Targets: Participants may note that the only objective in the NC Essential
rd
Standards that seems to be directly addressed by this activity is in 3 grade, 2.N.3.1,
th
about illustrating equal parts of a whole (equipartitioning). In 4 grade, the fraction
th
th
objectives relate to equivalence. Make the point that in 4 and 5 grade, the objectives
will build on the foundational understandings inherent in this activity, particularly the
idea of dividing a region (or set) into parts of the same size (equipartitioning).
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Do use the word “equipartitioning” in this context to help teachers become familiar with
this new vocabulary in the Essential Standards. Another important idea here is that the
equal parts are equal because they are the same size (or area, in this case), but they may or
may not be congruent. It is the size of the parts and not the shape of the parts that is taken
into account when equipartitioning a space.
One key idea here relates back to Module 2 which pointed out that learning targets may be
(and often will be) foundational to the Essential Standard or clarifying objective it
addresses and are likely to be more specific than the standard or objective literally states.
In looking at an objective in the standards, teachers must ask themselves, what learning
targets lead to mastery of this objective? What foundational understandings must my
children have?
(Slide 19) Why This Task?
Have participants discuss these questions.
Possible responses:
Advantages to using an irregular shape: This activity provides a window through which the
teacher can see which children can transfer their understanding of dividing the square
geoboard into fractional parts to dividing an irregular figure into fractional parts and how
well they make that transfer. Students need experiences with a variety of representations of
any concept so that their understandings and skills are flexible and can translate from one
representation to another.
Unit fraction: halves (1/2), thirds (1/3), fourths (1/4), sixths (1/6), twelfths (1/12) (The
vocabulary of unit fractions is in the common core standards)
Why are unit fractions important? Unit fractions are the basis of all fractional
understanding. If a student cannot identify 1/4, he/she cannot understand what 2/4 and 3/4
are, or that it takes 4/4 to make one whole. Unit fractions are also very important in
everyday life. Comparing prices at the grocery store – 3 for 99¢ or 4 for $1.25, for example
– is a problem involving comparing the unit price (a unit fraction). Ancient Egyptians
expressed other fractions as the sum of unit fractions (not necessarily important to us, but
an interesting concept and of great interest to some mathematicians and some math
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students.)
Continue to make the point that it is important to assess these kinds of foundational
th
th
rd
understanding at 4 and 5 grades as well as at 3 where the initial conceptual
understanding is built.
The next slide will give participants an opportunity to look at some student work for this
activity.
(Slide 20) Making Plans from Student Work
Have participants at tables look at the student work for this activity and sort the work into
three groups according to the criteria listed on the slide, based on what they learn about
what the students know and understand from looking at the work. Have table groups share
how they sorted the work and what “next steps” they might make.
For our purposes in this module, we grouped the papers into these three groups:
1) show misunderstanding by mixing up number of squares in each part with the
number of fractional parts; e.g., divide the shape into thirds by putting three squares
in each group rather than dividing it into three equal groups. These children have a
level of understanding that needs refining, but should not be difficult to correct.
We’ll call this “Developing Mastery.”
2) demonstrate complete understanding of how to divide an irregular shape into given
fractional parts (appear to understand). We’ll call this group “Needs Challenge.”
3) show other misconceptions; e.g., may divide shape into parts that are not equal in
size, or may not have divided the shape into the correct number of parts, or both demonstrating an even deeper lack of fractional understanding than the child who
mixes up the number of squares in a fractional part with the number of fractional
parts needed. This group lacks some basic fractional understandings. We’ll call
them “Needs Attention.”
IMPORTANT: Ask participants what inferences they are making about student thinking as
they sort these papers. We often have to make such inferences when we do not have the
student handy to ask the questions we might want to ask. What questions might they have
for any of these students?
The next slides will discuss ways to deal with the different levels of understanding
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demonstrated in these student samples.
(Slide 21) Making Plans from Student Work
Two possible “next steps” are 1) a debriefing by the whole class (a kind of error analysis by
the class as a whole) and 2) tiered assignments, addressing the same learning targets but
designed with different levels of complexity to fit the needs demonstrated by the students’
work. We will talk first about some ways to debrief the activity with the whole class.
Ask: “What misconceptions would need to be addressed in a whole class discussion?”
Probably participants will agree that a main misconception would be mixing up the number
of equal parts with the number of squares in each part. There may be other ideas, as well.
Ask participants which specific examples would they choose to use with the whole class.
Another way to follow up with the whole class would be to create a worksheet with correct
and incorrect responses and have the students work individually or with a partner to decide
which examples were done correctly and which were not – and why. This would be a kind
of error analysis, not of their own work but of common mistakes, and would give the
teacher more information about the level of understanding the students have, as well as
helping the children refine their fractional understanding.
For the students with many mistakes, it would be important to find out where the gaps are –
exactly what the missing understandings are. One method would be to use different models
for fractional parts to demonstrate what thirds, fourths, etc. mean and to determine whether
the children divide other models into appropriate numbers of parts.
The next slides look at using tiered assignments to meet the different needs of students.
(Slide 22) Process of Tiered Assignments
Another option is to create tiered assignments. This slide outlines the process for using
tiered assignments. The handout for Module 5 had some information about tiered
assignments that participants may want to go back to later.
The Process:
1) Instructional needs (learning targets) are identified
2) Flexible groupings are made based on assessments (student work)
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3) Instructional plans are made for each group. A chart like the one of the slide may
be helpful in planning meaningful, challenging, helpful activities for each group.
The labels could be different depending on what the needs of the students are.
Remind participants that the learning target remains the same for each group. The
difference is the level of complexity of the activities for each group.
It is very important to note that tiered assignments are a strategy that can be used
periodically, but not every day. Other strategies must be used to meet the needs of
students on a daily basis.
The next slide will suggest a set of tiered assignments to follow the fraction activity.
(Slide 23) Example of Tiered Assignments
This slide is an example of the kinds of plans for tiered assignments for three groups that
might be made based on the groupings indicated by the student work. This example is also
in the handout, page 3. (Note that even the children who have mastered a concept or skill
have a need – the need to be challenged beyond what they already know and can do, so that
they are learning and growing through our instruction.)
The next slide will discuss working with three groups using tiered assignments.
(Slide 24) Flexible Groups: Tiered Assignments
We will not take time here to act out this scenario, but talk participants through this
framework for working with tiered assignments:
1) Assign the students to a group, perhaps by color or other identification, but always
vary the labels. The “don’t yet have it group” should not always be red, for instance.
2) Make the rule that someone not in the group you are working with must ask two
other people in their group for help before coming to you, and they must bring those
two with them to ask the question. (This helps free up the teacher to work with a
group without lots of interruptions.)
3) Give each group the assignment prepared for them. The “got it” and “almost have
it” groups should have assignments that can be started independently or with the
help of peers in that group.
4) Work first with the “not yet” group to get them started until you are fairly sure that
they will have some success without you (possibly with peer help from others in
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their group), before you check in with the other two groups, but keep that “eye in
the back of your head” on the other groups as you work with the “not yet” group.
Have anchors, menus, or other choice activities available for groups or individuals who
finish earlier than their classmates, so that your attention can continue to be on the group(s)
who need your help with the assignments. Refer to Module 5 for choice ideas.
(Slide 25) Tiered Assignments
We have just talked about using tiered assignments as one way of dealing with the different
needs of children. Each group had a different assignment addressing the same learning
target, but varying in complexity.
Make the following points (outlined on the slide):
• Tiered activities are a series of tasks that are related to the same concept, but are of
varying complexity based on what each group has shown that they know/don’t
know or can do/can’t do.
• All tiered activities relate to the understandings and skills that students need to
acquire; i.e., the learning target is the same for all children. It is the activities that
are varied, based on what the teacher has learned from student work or other
sources.
• The activities give students alternative ways of reaching the same goals with
individual student needs taken into account. A tiered lesson provides several
pathways for arriving at an understanding of a concept or skill based on a student’s
readiness (or interests or learning profile. Looking at student work results more
often in grouping for readiness, but grouping for interests or learning profile can
also be very beneficial for students).
• There are many sources for good tasks, including alternative tasks in textbooks.
Teachers may have to improve tasks to make them richer or appropriate for
particular student needs, but they do not often have to create these tasks “from
scratch.”
Be sure to note again that the groupings used for tiered assignments would not be static.
New groupings for further instruction could change as the teacher gains more information
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about the students.
Tiered assignments are one method used by proponents of differentiated instruction.
Remind participants of the handout from Module 5 on differentiation for more information
about tiered activities.
(Slide 26) Intervention Beyond Differentiation
Another alternative that is sometimes necessary is planned interventions for specific
children who cannot be helped enough within the whole class instructional structure, even
in a differentiated classroom. Interventions go beyond differentiated assignments for
groups of students. They are designed for an individual student based on specific data
about what the child knows and does not know – understands and does not understand. The
specific gaps in prior knowledge must be understood by the teacher so that instruction is
designed to fill in those gaps.
This is a very difficult assignment for an individual teacher. Interventions should be the
responsibility of the entire school community – another avenue for teacher (and
administration) collaboration to improve student learning.
(Slide 27) Putting Ideas into Practice
We have just been talking about ways to differentiate instruction to meet the instructional
needs of students. At this point direct participants to find someone who is not at their table
and with whom they have not shared a lot during the sessions.
Give them 5-7 minutes to share the idea that they tried from their module 5 homework.
Have them talk about how well the idea worked and what they might do differently. Would
this idea be a “star” in another list? What new “wish” came out of this experience, if any?
(a reference to the 3 stars and a wish from reflections in module 5) If time, have a few
participants share either their idea or their partners idea with the whole group.
Note: This activity would be good to do before a break. If a break comes earlier than this
point, you could go ahead and do this at that time.
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(Slide 28) Summative Assessments
Ask participants to respond to the first question. Lead the discussion to focus on the
purpose of each kind of assessment. Formative assessments, as we have seen in earlier
modules, are to inform instruction. Summative assessments are for the purpose of
evaluation of student performance.
Read the second bullet. Then ask for a response to the question posed.
(Slide 29) Goals of Benchmark Assessments. Have participants brainstorm ideas at their
tables and then allow the group to offer ideas.
Possible goals:
At District Level
1) Checking content within a pacing guide; e.g., Is it reasonable to expect students to have a
conceptual understanding of fractions by the midpoint of the fourth grade? Or, Does a two
week unit provide enough time for fifth graders to show understanding of and the ability to
calculate equivalent fractions?
2) Determining professional development needs for their districts
For grade level teams
1) Which units need improving or different instruction because too few students
showed mastery?
For classroom teachers
1) Which students need more opportunities for solving problems with multiplication?
2) Was I planning to revisit content that has been mastered by my students? Which students
might still need that content?
If benchmark assessments are meant to be formative, then they should be used to inform
future instruction. If they are used as summative assessments, there is no notion of
revisiting the content.
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(Slide 30) Using Benchmark Assessments
Make the points on the slide. Benchmark assessments are a “fact of life” in many school
systems. We should work toward making them helpful and truly formative by doing these
things. Teachers and system level administrators must work together to make these things
happen (e.g., planning pacing guides to allow time for revisiting content).
Student achievement will not increase just because we assess it. It is what we do with the
assessment information that can make the difference.
Food for Thought: Increasing a teacher’s skill in effective, classroom assessment practices
may be more cost effective (and have greater long term effects) than creating and
implementing district-wide, multiple choice benchmark tests.
(Slide 31) Benchmark Assessments
It is true that multiple choice assessments are the most financially efficient for large scale
testing, and obviously (especially in today’s economic climate) school systems have to take
financial considerations into account. Important data about trends in student learning can
emerge when sample size is large enough. (A sample of 900 is apparently enough to be
significant.)
Really good multiple choice items are difficult to create, but well-crafted ones can help
highlight misunderstandings in factual, procedural, and conceptual knowledge.
One classroom goal of benchmark assessments might be to utilize the multiple choice items
as classroom instructional tools. Solutions to well-crafted items can provide good
information. Students can examine answers involving common errors and
misunderstandings and learn not only from their own mistakes, but from common mistakes
of others.
The next slide looks at crafting multiple choice items that can be useful in instruction.
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(Slide 32) Multiple Choice as a Teaching Tool
These points outline characteristics of well-crafted multiple choice items that could be
useful as classroom instructional tools, as well as giving students practice with the format
of district and state benchmark tests.

(Slide 33) Multiple Choice as a Teaching Tool
Allow participants a few minutes to determine possible incorrect answer choices.
Encourage participants to use their “teacher hats” and think about errors they would expect
their students to make. These would be the kinds of distractors to include as options.
Possible incorrect answers:
19
(5 x 3 + 4)
15
(ignoring the meaning of = and the necessity of considering the +4)
12
(incorrectly multiplies 5 x 3 and ignores +4)
9
(5 x 3 – 4; incorrectly ready + as a minus sign)
(Slide 34) Multiple Choice as a Teaching Tool
Allow participants a few minutes to determine their 4 answer choices.
Encourage participants to use their “teacher hats” and think about errors they would expect
their students to make, in order to include those wrong answers as options. This problem is
a two-step problem so one option would certainly be doing only one step of the problem.
One possible set of choices is:
a.) $1.85
(correct answer)
b.) $2.45
(subtracted $2.55 from $5.00)
c.) $2.85
(subtraction mistake; regrouped partially, but didn’t change 5 to 4)
d.) $3.15
(did first step only)
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(Slide 35) Multiple Choice as a Teaching Tool
Allow participants a few minutes to share their answer choices, responding to the questions
on the slide. You might allow a brief discussion of how difficult it is to come up with 4
good choices.
Make the point that this is an activity that a teacher collaboration could work on – helping
each other come up with good items that all could use.
(Slide 36) Multiple Choice as a Teaching Tool
Ask participants to think about ways to structure a class conversation around discussing the
answer choices to a multiple choice item.
One idea might be to begin by telling students the correct answer and having them work on
their own to reach that answer. Allow a student to volunteer to show their work for the
correct answer, then ask students to work in small groups to figure out what the errors are
in the incorrect responses (assigning one wrong answer per group). Choose one group to
describe the misunderstanding/error to the whole class.
Discussions of wrong choices (and why they are wrong) can help students understand those
errors when used alongside discussions of why correct answers are correct.
(Slide 37) Alternative Answer Sheet
Ask participants to sketch this chart in their notes or use the one in the handout to answer
this multiple choice question “sure or unsure” and “Why are you sure?” columns (if
appropriate – Hopefully all participants are sure!) Then have them discuss what you could
learn about students’ thinking from such a chart. Note that this is another example of a
kind of self-assessment, giving students another opportunity to take responsibility for their
own learning.
rd

th

The fourth column could have a different heading, but this one may be easiest for 3 – 5
graders to respond to.
Allow a few minutes for folks to fill in their notes and share their thinking within small
groups. Ask participants to share with the whole group how they might use this activity in
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the classroom.
*adapted from a task created by George Bright and Jeane Joyner, Dynamic Classroom
Assessment, 2005
(Slide 38) Small Changes Make a Big Impact
One of the things that we want participants in this PD to realize is that they do not have to
make huge changes right away. Improving instruction and increasing student learning is a
process. We can all do small things right away that can reap big benefits.
As you go through this list of things we have talked about, have participants “finish” the
sentence to tell what each “small change” does. For example: “Clarifying learning targets
for yourself and your students…” might be finished with “improves your lessons” or
“gives you direction for your teaching and where you are trying to go with your students.”
Encourage participants to write their favorites in their journals.
Have participants share their sentence “finish” with a partner, then have one or two share
either their own ending or their partner’s with the whole group.
(Slide 39) Research Suggests…
As we begin to make these small changes, we will see a difference in our classrooms. The
NCTM assessment research brief that we read as a jigsaw at the beginning of this module,
makes the assertion on the slide: that when teachers make the effort to use formative
assessment effectively, to change the focus from what the teacher is putting into the process
to what the learner is getting out of it so that teacher and learner are working together
toward the goal of student learning, there is ample reward for these efforts.
The students will be more engaged and will care more about their learning; the achievement
of ALL students will improve; and we as teachers will feel more successful as facilitators of
our students’ learning.
These changes do require us to support each other as teachers, to collaborate toward the
goal of helping our children learn and understand the mathematics they need to know.
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(Slide 40) Reflection and Debriefing. As we wrap up the modules, ask participants to
reflect for themselves about how their ideas about formative assessment have changed
during the course of this professional development.
Direct them to the handout, “Small Changes Make a Big Impact,” to help guide their
reflection. They may make notes on the handout and/or in their journals.
Give a few minutes for this reflection, then move to the next related slide.
(Slide 41) Reflection and Debriefing. Ask participants to consider the reflections from the
previous slide and to use those thoughts to set three very specific goals for themselves and
record them in their journals. Tell them to think specifically about how they will evaluate
their progress toward their goals.
After about 5 minutes, tell them that their Putting Ideas into Practice for this module is to
work toward accomplishing those goals. Suggest that they partner with another participant
to share their goals and to have that person help them not only work toward the goal, but to
hold them accountable for that work through the collegial relationship.
(Slides 42-45) Closing Slides
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